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ABSTRACT: The popular phrase teaching for democracy has appeared in the literature about 
American education and is often accepted as a given in a nation founded on democratic 
ideals. In this article, we argue that a deeper consideration of the meaning of democracy, par­
ticularly in relation to issues of diversity and social justice in education, is of paramount impor­
tance to teacher educators and the candidates and teachers with whom they engage in criti­
cal reflection on these topics. Through examples from courses in varied programs with teacher 
candidates and educators in diverse settings, we suggest a focus on core dispositions and 
specific rubric components to engage students in an ongoing shared self-assessment process 
appropriate for preservice and in-service teachers who are committed to exploring and imple­
menting teaching for democracy. 

Culturally responsible pedagogists need to 
transfer the knowledge base about teaching for 
democracy and equity into actions, inclusive 
of language, behaviors, and practices, to ac­
complish democracy, what we equate with so­
cial justice. How do educators plan and assess 
curriculum to support student learning, equity, 
social justice, and a global perspective in the 
teaching-learning process? Sonia Nieto 
(2001) stresses decision making and social ac­
tion skills as cornerstones to creating and sup­
porting positive change. Are teachers engaged 
in critically reflective decision making, and 
what actions result 1And given that social in­

justices occur not only in personal encounters 
with others but, often less obviously, through 
systemic institutional racism, how do we en­
gage preservice teacher candidates and in-' 
service educators in critical reflections and re­
sulting action to address social injusticesl One 
way to assess whether social-justice behaviors 
are actually occmring is through the use of re­
flective self-reporting guided by detailed 
rubrics based on social-justice dispositions. 

Dispositions are often thought of as goals 
that describe a person's desired behaviors an.d 
attitudes. Typically, dispositions in the educa­
tional setting are large ideas that, when exam-
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ined, encompass many areas and ski tis, address 
individual development as a whole, and relate 
to how students function in class and society. 
The dispositions of most concern to us as 
teacher educators regard diversity and social 
justice. 

In this article, we share the findings from 
our ongoing disposition development and as­
sessment in education programs at four institu­
tions during three academic years to deter­
mine how engaging teache'r candidates and 
teachers as learners in disposition awareness 
and self-reflection influences dispositions re­
g::u-ding equity and social justice. Our goal has 
been to empower knowledgeable, collabora­
tive, ethical, reflective practitioners as trans­
formative leaders guided by a commitment to 
social justice, diversity, and the promotion of 
democratic leal'ning communities. Definitions 
of dispositions from the professional knowl­
edge bases, specific course interpretations, and 
rubric applications are shared, along with eA­
amples of students' self-assessment statements. 
The incorporation of disposition analysis in 
teacher education empowers students to en~ 
gage in Freire's (1970/1986) consdentiz~do 
and advocacy through engagement in critical 
self-awareness of the role of the individual in,a 
democratic community o{,learners, locally, na­
tionally, even globally: 

To every understanding, sooner or later an 
action corresponds. Once man [or woman] 
perceives a challenge, understands it, and 
recognizes the possibilities of response, he 
[or she] acts. The nature of that action cor­
responds to the nature of his [or her] under­
standing. Critical understanding leads to 
critical action. (Freire, 1973/1989, p. 44) 

Dispositions and Actions 

Research on the relationship between educa­
tors' heliefs and practices indicates that the 
former assist educators in determining what is 
and what is not important in their practice 
(Charlesworth, Hart, Burts, & Hernandez, 
1990; Collinson, 1996). Beliefs "act as a filter 
through which a host of instructional judg-
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ments and decisions are made" (Fang, 1996, p. 
51). This supports Combs's (1972) contention 
that people's beliefs follow and flow from their 
perceptions of a situation. Thus, beliefs help 
identify how one is disposed to behave, one's 
disposition. 

Recognition of the power of beliefs is also 
discussed by Nisbett and Ross (1980), Shave\­
son (1983), and Shavelson and Stern (1981). 
In conj(mction with Davidman and Davidman 
(2001) and Nieto (2001) and their proposals 
that learning occurs when based on the real­
life experiences of the students, we make the 
case for reflection on beliefs and on content 
knowledge in application to real-life experi­
ences of the individual in development of ac­
tions for social justice. Social .i";stice is a major 
factor in the development of culturally respon­
sible pedagogy. 

The continual approximation of culturally 
responsible pedagogy requires deeper levels 
of reflection and more culturally sensitive 
awareness and language usage. Pre-service 
and in-service pedagogists need to transfer 
the knowledge base about social justice 
and global interdependence into actions, 
inclusive of language. behaviors, and prac­
tices: (Huber & Warring, 2'004. n.p.) 

The language, behaviors, and practices of edu­
'cators are a key component in the learning of 
the'ir students; subsequently, colleges must pre­
pare educators to better understand critical re­
flection. 

The responsibility of colleges of education 
committed to democratic practice and social 
justice is to prepare teachers who are critically 
reflective and conscious of social interactions 
and their contribution to the liberation or op­
pression of others. Teaching with a commit­
ment to social justice is a difficult journey that 
begins with engaging the learner in a deliber­
ate reflective self-awareness. To engage in self­
awareness, one must examine one's own cul­
ture. Then, the examination must lead to steps 
for social justice. Thus, critical reflection and 
experiential learning activities are a mainstay 
of curriculum and instruction that promote an 
understanding of the issues of democratic 
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practice in relation to concepts of social jus­
tice. This article focuses on identification of 
dispositions; ongoing use of a dispositions 
rubric fOr self-assessment; and the' engagem.ent 
of learners in reflective self-evaluation of dis­
positions related to issues of social justice, di­
versity, and global interdependence. 

Although it is not an intended aspect of 
this article to focus on the knowledge bases for 
dhiersity, we want to acknowledge that we 
worked from G. Pritchy Smith's Common Sense 
Abow Uncommon Knowledge: The Knowledge 
Bases [01' Diversity (1998; see also, Smith, 
2000-2001) as a framework for course parame­
ters specific to diversity, 111e first author has, in 
fact, used Smith's knowledge bases as the foun­
dation for her' courses on human relations and 
multicultural education since Smith's presenta­
tion of the paper "Toward Defining <). Culturally 
Responsible Pedagogy for Education: The 
Knowledge Base for Educating Teachers of Mi­
nority and Culturally Diverse Students" (1991) 
at the annllal meeting of the American Associ­
ation of Colleges for Teacher Education. We 
make this point for two reasons: first, as a delim­
itation of the foclls of this article and, second, as 
a clarification regarding the myth that "no spe­
cial knowledge and skills other than the main­
stream, traditional knowledge bases of teacher 
education are needed to train teachers for class­
room.s of students from culturally and linguisti­
cally diverse backgrounds" (Smith, 1988, p, 17). 
(For more detail abour this aspect of teaching 
for social justice, see Huber-Warring, Mitchell, 
Alagic, & Gibson, 2005; Huber-Warring & 
Warring, 2005; Smith, 2005.) Teachers must 
possess necessary knowledge, skiUs, and disposi­
tions to be effective. further identify the dis­
positions, we find it necessary to offer a brief ex­
amination of national organizations that affect 
the field of teacher education. 

Defining Dispositions in the 
National Standards 

Three of the agencies that have an impact on 
teachers and stlldents through their mission 
and uperations are the National Buard for Pro­

fessional Teaching Standards, the National 
Council for Accreditation of Teacher Educa­
tion, and the interstate New Teacher Assess­
ment and Support Consortium. According to 
the National Board for Professional Teaching 
Standards (n.d.-b), both the National Council 
for Accreditation of Teacher Education anJ 
the Interstate New Teacher Assessment and 
Support Consortium worked to align their 
standards v,'ith the National BoarJ Teaching 
Standards. The standards developed by these 
three organizations create a common profes­
sional vision for what teachers should know 
and be able to do at the various stages of their 
professional development. 

National Board for 
Professional Teaching Standards 

According to the National Board for Profes­
sional Teaching Standards website (n.d.-a), 
the board is an independent, nonprofit, non­
partisan organization governed. by a board of 
directors, the majority of whom are classroom 
teachers. Other members include school ad­
ministrators, school board leaders, governors 
and state legislators, higher education officials, 
teacher union leaders, and business and com' 
munity leaders. 

The National Board for Professional 
Teaching Standards document 'What Teachers 
Should Know and Be Able to Do: The Fit1e Core 
Propositions (n.d.-c) lists what the board uses 
to identify teachers who enhance student 
learnin'g and possess high levels of knowledge, 
skills, abilities, and commitments. These lev­
els are reflected in the following five core 
propositions: 

1. 	 Teachers are committed to students 
and their learning. 

2. 	 Teachers know the subjects they teach 
and how to teach those subjects to stu­
dents. 

3, 	 Teachers are responsible for managing 
and monitoring student learning, 

4. 	 Teachers think systematically about 
their practice and learn from experi­
ence. 
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S. 	 Teachers are members of learning com­
munities. 

Each of the five core propositions includes 
knowledge, skills, abilities, and commitments 
to enhance student learning. 

The National Council for 
Accreditation of Teacher Education 

The National Council for Accreditation of 
Teacher Education was founded in 19S4 as an 
independent accrediting body that replaced 
the American Association of Colleges for 
Teacher Education as the 'agency responsihle 
for accred itation in teacher education. Ac­
cording to the National Council for Accred­
itation of Teacher Education (n.d.), five 
groups were' instrumental in its creation: 
American Association of Colleges for 
Teacher Educ(1tion, the National Association 
of State Directors of Teacher Education and 
Certification, the National Education Asso­
ciation, the Council of Chief State School 
Officers, and the National School Boards As­
sociation. 

The National Council for Accreditation 
of Teacher Education (2002) has defined dis­
[1osftiom as 

the values, commitments and profes­
sional ethics that influence .behaviors to­
ward studen t5, fam iI ies, colleagues and 
communities and affect student le<ltl1ing, 
motivation and development as well as 
the educator's own professional growth. 
DispOSitions are guided by beliefs and at­
titudes relnted to values such as caring, 
fairnes.~, honesty, responsibility and social 
justice [emphHsis Hddec\J. (p. 53) 

The National Council for Accreditation 
of Teacher Education has set a henchmark for 
dispositions and has targets for each of the el­
ements within each standard. The standards 
are used by institutions and as guidelines for 
Board of Examiner teams who visit each insti­
tution and examine whether or not candidates 
have developed the knowledge, skills, and dis­
positions delineated in state and professional 
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standards and the unit's conceptual frame­
work. 

Interstate New Teacher Assessment 
and Support Consortium 

The Interstate New Teacher Assessment and 
Support Consortium is a consortium of state 
education agencies, higher education institu­
tions, and national educational organizations 
"dedicated to the reform of the preparation, li­
censing, and on-going profeSSional develop­
ment of teachers" (Council of Chief State 
SchooL Officers, n.d., n.p.). In 1992, the con­
sortium published Model Standards for Begin­
ning Teacher Licensing, Assessment, and Deq)el­
opment: A Resource for State Dialogue. It 
identifies principles that should be present in 
all teaching, regardless of the subject or grade 
level taught, and should serve as a framework 
for the systemic reform of teacher preparation 
and professional development. Each of the 10 
principles addresses the knowledge, disposi­
tions, and performances essential for all teach­
ers. The following list includes the principles 
and elements of the corresponding disposi­
tions that we have identified as being most 
closely related to the areas of social justice and 
equity: 

1. 	 Principle 1: Appreciates multiple per­
spectives. 

2. 	 Principle 3: Appreciates and values di­
versity, shows respect. 

3. Principle 4: Values the development of 
critical thinking. 

4. 	 Principle 5: Understands how partici­
pation supports commitment, commit­
ted to the expression and use of demo­
cratic values in the classroom. 

S. 	 Principle 6: Values the many ways in 
which people seek to communicate, 
recognizes the power of language, ap­
preciates the cultural dimension of 
communication. 

6. 	 Principle 9: Values critical thinking, 
reflection, and profeSSional practice, 
committed to reflection. 
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Defining Dispositions for 
Social Justice to 
Achieve Societal Change 

Pedagogically, our wurk on dispositions is 
grounded in Paulo Freire's (1998) conceptual­
ization of liberati.)[·y pedagogy. Thus, it is criti­
cal to recognize that the dispositions under 
discussion are those of the teacher educator as 
well as the preservice teacher candidate or in­
service educator. Freire has reminded us, 

To know that I must respect the <luton­
omy, the dignity and the identity of the 
student and, in practice, must try to de­
velop coherent attitudes lmd virtues in 
regm'd to sllch practice is an essenti<li re­
quirernent of my profession, unless I <1m 
to become an empty mouther of words. 
(p. 61 ) 

Keeping in mind the words of Paulo Freire, the 
national standards, and the literature, we de­
vell)ped disposition assessments for use in our 
courses. What are the dispositions that evolve 
from the national standards and the literature 
as those that are essential to the education 
professi()n? 

In this section, we explore what is essen­
tial, recognizing that others may choose dif­
ferent labels for these working definitions. We 
focus on the folk)wing dispositions as being 
essential tu developing actions for social 
change and social justice. Our goal has been 
to provide a working definition, or at the least 
an awareness of characteristic qualities, to ill­
fmm reflection and reflective behavior (see 
Nolan & lluber, 1989) regarding democracy, 
ethical commitment, respect, critical inquiry, 
and social justice, which are key disposition 
elements identified f~om the literature, na­
tional organizations, and the organizational 
mission. 

Acknowledging the wisdom of Antoine de 
Saint Exupery (1943/1971), we recall the fox's 
admonition to the little prince as being appli­
cahle when working with dispositions: "What 
is essential is invisible to the eye" (p. 73), Be­
liefs arc often invisible; however, they tend .to 
guide behavior that is observable. The follow­

ing rubric elements guide analysis of disposi­
tions: respect, critical inquiry, democratic par­
ticipation, sodal justice, and. ethical COLnmlt­
ment (see appendix), 

Respect 

Nowhere has the relationshil1 of respect be­
tween teacher and learner been more keenly 
conceptualized than in the words of Freire 
(1998): 

The climate of respect that is born of just, 
seriolls, humble, <lnd generous relation­
ships, in which both the authority of the 
teacher fine;! the freedom of the students 
are ethically grounded, is what converts 
pedagogical space into authentic educa­
tional experience. (p. 86) 

And regarding the necessity of respect, Freire 
writes, 

There is a total incompatihility between, 
on the one hand, the human world of 
speech, perception, intelligibility, CO\11­

municability, actilm, observation, COln­

parison, verification, search, choice, deci­
sion, rupture, ethics, and the possibility of 
transgression and, on the other, neutrality, 
whatever the issue. 

What ought to guide me is not the 
question of neutrality in education hut re­
spect, at all costs, for· those involved in ed­
lIcation. (p. 101) . 

Students are asked to maintain respect in 
all interactions, with specific focus on seeking 
to understand multiple perspectives. 

Critical Inquiry 

As with Freire, for John Dewey (1899/1966), 
critical inquiry could be deve loped on ly when 
actively used in current, concrete, meaningful 
situations. The focus of students' study should 
be engagement in socially significant activities 
for the development of society, rather than 
outworn.habits of behavior. In all course proj­
ects, interpretations are to be meaningful syn­
theses of course and program content. 
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Democratic Participation 

Joel Spring (2005) has reminded us'of tH:e 
h<:lfsh reality that "for some Americansiracism 
and democracy are not conflicting beliefs but 
are part of a general system of American val­
ucs" (p. 6), In fact, as Rogers Smith (quoted in 
Spring, 2005) concludes, 

for over 80 percent of U.S. history, Amer­
ic:m lflws declared most people in the 
world legally ineligible to become U.S. 
citizens solely because of their race, origi­
nal nationality, or gender. For at least two­
"hirds of American history, the majority of 
the domestic adult populFltion was also in­
eligihle for full citizenship for the same 
reasons. (p. 6) 

Spring contends that "the European Ameri­
cans who were abolitionists and civil rights ad·­
vocatesare the real exemplars of democracy 
and equality in American history" (p. 6). 

Democracy, as Peter McLaren (1998) de­
fines it, is a radical, critical multiculturalist 
"means continually suspending the habitual 
. . . undoing associations that bring closure 
to-that 'quitt'-the subject/citizen within 
the discourse of racial/cultural apartheid and 
other forms of domination" (p. 252). As his 
predecessor Paulo Freire ensures, McLaren re­
iterates that there is no neutral center "when 
your students live out their lives in the mar­
gins, in the barrios of hope" (p. 258). 

Social Justice 

As Belt (1997) contends, social justice is a 
process and a goal, "the full and equal partici­
pation of all groups in a society that is mutu­
ally shaped to meet their needs" (p. 3). Social' 
justice is a significant foundation from which 
teachers and teacher candidates work. 
Cochran-Smith (2004) identifies six princi­
ples of teaching for social justice: 

1. 	 Enable significant work within com­
lminities of learners. 

2. 	 Build on what students bring to school 
with them-knowledge and interests, 
cultural and linguistic resources. 

3. Teach skills, bridge gaps. 
4. 	 Work with (not against) individuals, 

families, and communiti~s. 
5. 	 Diversify forms of assessment. 
6. 	 Make inequity, power, and activism ex­

plicit parts of the curriculum. 

Ethical Commitment 

Regarding what he identifies as commitment, 
Freire (1998) recognizes that a teacher is "in­
trinsically a political presence" and thereby 
transmits to her or his students 

the capacity to analyze, to compare, to 
evaluate, to decide, to opt, to break with, 

, ... to be just, to practice justice, and to 
have a political presence ... to have op­
tions ... [to] honor truth. And all that 
means being ethical. ... 

" 
A choice for . 	 . , 

open-minded, democratic practice, then 
obviously [this] excludes reactiOl,ary, au­
thoritarian, elitist attitudes and actions. 
(p.90) 

When these principles are identified, in­
corporated into courses, and assessed, candi­
dates' disposition self-analysis can assist teach­
ers in fully planning and promoting liberatory 
democratic learning communities in their own 
learning and ultimately in their own class­
rooms. Warring, Keim, and Rau (1998) de­
scribe the impact that training can have on 

. students in courses dealing with diversity. Ex­
amples of course assignments to assist students 
to achieve societal change and self.assessed 
disposition statements collected from students 
are explained in the next section. 

How Courses Influence 

Dispositions Regarding Equity 

and Social Justice 


The original disposition rubric has evolved 
through multiple permutations to address spe­
cific program goals and mission. statements. 
The original rubric was developed at the Wi­
chita State University for disposition evalua­
tion by first-semester teacher candidates under 
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rhe leadership of professor Linda Bakken. The 
rubric's flexibility is evident, for we have em­
ployed it in CL)llrSeS such as Introduction to 
Research, the Psychology of Teaching and 
Learning, Social Foundations of Catholic Ed­
ucation, and Human Relations and Race. The 
rubric was also llsed in a general seminar, 
"Glohal Programs," with teachers from inter­
national schools in South America. 

One Approach to Teaching 
Dispositions for Social Justice 
(Huber-Warring) 

Dispositions is' introduced with the words of 
Elie Wiesel, Holocaust survivor and chronicler: 

But where was I to start? 
The world is so vast, I shall start with the country I 
know best, my own. 
But my country is so \!ery large, I had better start 
with my town. 
But m)' town, too, is large. 
I had hest start with my street. 
No: my home. 
No; my family. 
Never mind, 
I shaH start with myself. (from Souls on Fire, 1982j 
quoted in Huber, 2002, p. l7) 

"Starting with myself' is foundational to the 
disposition self-analysis process. Students are 
to consider five categories 6f actibn-respect; 
critical inquiry, democratic participation, so­
cial justice, and ethical commitment-and 
they are to provide supporting evidence from 
their actions, refer to course content, and jus­
tify their self-evaluation. The criteria are pro­
vided on the disposition rubric (see appendix), 
as well as the range of possible points for un­
satisfactory through exemplary accomplish­
ment. 

Typically, each student is required to 
maintain a disposition log and make at least 
one entry for each class meeting. A, minimum 
of 2 entries, for each of the 5 disposition as­
pects is required, a minimum total of 10 per 
class. Students also self-grade, with 5 points 
possible for each of the 5 aspects; or 25 points. 
The im;tructor also provides a score of lip to 25 
possible points. This is the only assignment for 

which no mechanical corrections (spelling, 
grammar, and structure) are made. The excep­
tion in usage regards tbe use of biased lan­
guage, detailed in the rubric. Given that the 
first reading assignment in all of my classes is 
the seven-page list of "Guidelines for Unbi­
ased Language" from the American Psycholog­
ical Association (2001), the students focus im­
mediately on thinking abollt the power and 
privilege of language. The requirement that 
students self-assess at midcourse and again at 
the final and share the self-assessment with 
the instructor helps them focus on the process. 

Depending on the course, students have 
two to five field-based, out-of-cl'ass events, in­
terviews, and observations that require analy­
sis, referred to as steps to critical consciousness, 
commonly known as steps. Students also cap­
tion a collage of related visuals for 10-20 dif­
ferent major topics in the course, commonly 
known as clips. For each and every step or clip, 
the student provides at least two meaningful 
course connections and the related affirmation 
of action or intended Clction. Intended actions 
identified earlier in the course often appear as 
accQ.mplished actions in the final disposition 
analysi~. 

Requirements Regarding 
Dispositions, Another Approach 
(Warring) 

Disposition statements are a required compo­
nent in the course I-luman Relations/Multicul­
tural Education, Teacher Education, which is 
focused on rnulticultural education. This 
course is required for undergraduate and grad­
uate students who are seeking initial licensure 
in teacher education and initial licensure in 
special education in the state. It is also re­
quired for school personnel who were licensed 
in other states antJ·are currently seeking licen­
slIre in Minnesota. 

As apart of the course requirements, the 
preservice teacher candidates give short pre­
sentations and write in-depth papers to ex­
plore their own cultural backgrounds. They 
also complete community-based interviews 
and site visits. with people who differ from 
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themselves racially and ethnically in an at­
tempt to better understand perspectives per­
taining to school and society. All assignments 
llse a se If- and instructor-scored rubric for 
analysis and evaluation. 

Near the end of the course, we ask candi­
dates to reflect On their actions during the cur­
rent semester and respond to disposition as­
pects that derive from the mission of the unit. 
In this case, the School of Education is "com­
m itted to develop Imowlcdgeable, collaborative, 
ethical, reflective practitioners as transformative 
ICl'lders guided by a commitment to social jus­
tice, diversity, and the promotion of demo­
cratic learning communities." When disposi­
tions are consistent with the mission or 
conceptual framework of the department or 
school, there is a greater likelihood that sup­
port for them will be derived throughout the 
program. 

The students are also asked to reflect on 
the semester and what they did in class as a re­
sult of this course in relation to the disposition 
rubric. This request causes the students to fo­
cus on the course and cite specific examples as 
they reflect On their preparation, self-study, 
and possible outcomes. 

Representative Disposition 
Comments Submitted by 
Undergraduate and Graduate 
Teacher Candidates 

Across courses in varied programs, students 
have been able to identify their awarenesses, 
strategies, curricular approaches, and changes 
to ,courses regarding teaching for democracy. 
Excerpted from the self-analysis process, stu­
dents provided evidence of the ability to iden­
tify their disposition development and result­
ing behaviors and actions. 

Respect 

"As a result of this class I am learning to 
listen to others more and make sure I 
understand their points before making 
mine." 

"My additional research on Somali culture 
helped me to interact more Stlccess­
fully recently when I met with Mr. 
Mohamed. I was better able to respect 
his cultural customs after our discus­
sion in class." 

"I found using 'yes, and .. .' instead of 'yes, 
but .. .' an effective way to discuss 
sensitive topics in class and not put 
anyone or their ideas down." 

"I felt comfortable in the classroom, which 
was a direct result of firm, yet flexible 
rules, related to mutual respect, which 
were set up and modeled by the pro­
fessor." 

"I feel [ understand more about respect 
and have a sense of belonging, which 
is very important. I will work on hav­
ing dispositions that provide support 
to the learning of my students from di­
verse backgrounds." 

Critical Inquiry 

"When working on questions in class I 
would refer to the book and the spe­
cific page and specific course material 
to support my opinions." 

"1 was shocked to see some of the current 
statistics and rethink. my opinions 
based upon them. Opening my bias 
helped me to justify my points in class 
and process how to do this outside of 
class and in teaching which will help 
me 'call on others' biased opinions 
and statements." 

"Because of this class I feel that my eyes 
have been opened to some situations 
of bias that I would never have noticed 
before. Over the last couple of weeks I 
have been involved in conversations 
where one of the parties has said some­
thing I feel is insensitive to the culture 
of another person and I was able to 
bring up some information 1 learned in 
this class to counter their opinions." 

"Justification to me is like 'walk the talk' 
which I will do more effectively now 
and I have some new information, 
websites, and ideas for my classes." 
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Democratic Participation 

"I was able to share in either large or sLnall 
gruup in every class session and lis­
tened attentively to the points shared 
by others. I t was helpful to reflect 
upon this in my nightly .iournaL" 

ttl have shared information about my stu­
dents and my daughter as our group 
worked on better understanding iden­
tity development and gender. I was 
ahle to support my classmates for shar­
ing even when I did not fully agree 
with them." 

"I feel that in order to be seen as a class 
participant I need to talk and my feel­
ing now is that it is far better for me to 
listen and learn from another person 
who knows what he or she is talking 
about than to say sorq.ething meaning­
less just to be heard. I hcwe become a 
much m\.)re active listener." 

"A side note: I don't know what C. P. says 
he earned on this portion, but I would 
say he deserves a 5. 1 saw him a num­
ber of times taking extraordinary ef­
forts w'ith quieter students to ... gen­
erate a more democratic classroom 
setting." 

Social Justice 

"After discussing issues in this class 1 found 
myself checking my own actions and 
the actions of my friends and family. I 
learned about unconscious response 
and now monitor my actiom more 
closely to be more equitable." 

"I was in a retail store recently and aftet 
the clerk asked for my business phone 
number we found ourselves engaged in 
a conversation about education and 
the clerk said 'Yeah, 1 suppose if [newer 
immigrants are] going to be here in our 
country they'll need to know more.' I 
froze, then gently explained that this 
was also their new country now too 
and we, unless Indigenolls American 
Indian, are all immigrants." 

"I learned a great deal about. gender hias 
and now have developed a plan of ac­
tion for dealing with this in my classes 
and will implement it in the fall." 

"I think this is the area where 1 need the 
most work. 1 am now aware of biased 
language like 'guys' and will attempt 
to be more gender neutral and not 
make assumptions ahout occupations 
and people. I am not there, yet, but 
am learning and committed to 
change." 

"I have learned the importance of i:-;slICS in 
this class and I know the difference 
between saying, 'I do not see colnr' 
and acknowledging that all students 
are different and that these differences 
should be celebrated." 

"After our speaker on [gays, leshians, bi­
sexuals, and transgenders}, 1 have be­
gun to change m.y at.titude, percep­
tion, and Iqnguage further in regards 
to all aspects of life. For example, 
when I was extremely discouraged, in­
stead of saying 'That's gay,' a phrase 
commonly lIsed, I stopped and said, 
'Oh, that's unfortunate.' This displnys 
a positive attitude to the conse­
quences of my own words." 

"White privilege has become more and 
more aware to me. I recently did a .Iob 
in which a white family was com.­
plaining that they might not be able 
to get an in-ground pool because their 
son's college tuition was expensive for 
the year. The next week, 1 did a job 
fm an immigrant family who were 
worried they might not be able to af­
ford a houslt payment just to get their 
son into college." 

Ethical Commitment 

"There are several measure:-; of improve­
ment I can make in the above areas. I 
can become more familic:1r with the re­
sources shared in class and I can also 
participate in more events or activities 
that raise awareness of injustices/ 
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justices of society. Furthermore I can 
... stay abreast of current research be­
ing done in multiculturalism." 

"I have been paying much closer attention 
to the TV programs my kids watch 
and am now much more aware of the 
stereotypes in programs and point 
them out and will do so in my classes. 
Movies and cartoons will get much 
closer scrutiny from me." 

"Many of tny students do not'experience 
racial diversity and I am incorporating 
research (books, websites, mu'seum 
visits) on communities of color here 
to assist them in broadening their per­
spective." 

"My eyes have truly been opened to the 
many cultures that exist in our com­
munities and I am more knowledge­
able about my students and better able 
to teach them in a manner more con­
ducive to their learning." 

"I am more aware of biased language and 
am now re-writing my curriculum for 
my classes to be an example of inte­
grated multiculturalism. Including 
more ethnic diversity will enable my 
students to see their criltlire repre­
sented in more than just food,heroes, 
and holidays." 

"Now that the class is almost over, I'm try­
ing super hard to write down things 
you say, look up things I'm interested 
in knowing more about to better my 
knowledge of racism and sexism, all 
the -isms. Just because the class is end­
ing does not mean it ends." 

Implications 

TIle representative comments in the previous 
section evidence actions as a result of reflec­
tiOll and emphasis on dispositions for teaching 
fOf democracy. Preservice and in-service 
teacher canel idates have a vocabulary, a range 
of strategies, and, perhaps most important, 
meaningful awareness of what the rubric 
overview reminds them: "The purpose of eval-

Are You Teaching for Democracy? 

uation is to aid in forming, strengthening, and 
sustaining democratic communities that are 
educative sites of moral discourses and ac­
tions" (Beyer & Pagano, 1994, p. 381). 

Dinkelman (2003) discusses reflection 
and self-study as powerful tools for use in the 
preparation of teachers. In this process of re­
flection, it is essential to determine which 
techniques work best and why we as teacher 
educators should strive to create the ability to 
reHect on unit 'or department" dispositions. 
The context becomes asigriificant point for 
analysis in this process. When we understand 
this need, the context, and the process for ac­
complishing it, we will be better equipped to 
train teachers to develop the ability to meet 
the stated dispositions. 

The use of the mission or conceptual 
framework as a guiding principle indicates an 
agreement and a focus on the collective prepa­
ration of teacher candidates in the program. 
With collective emphasis, there is a greater 
likelihood that programmatic outcomes will 
be met. The use of a critical-theory perspec­
tive is important, and it assists in the realiza­
tion that "given the interrelationships of edu­
cational and social theories and practices, it is 
clear that no sUbstantive changes will ;take 
place'through exclusively individual initia­
tives ~nd isolated events" (Beyer & Liston, 
1996, p. 154). The interconnected events lead 
to courses of action and support or assist in the 
identification of dispositions. "We are objects 
of social institutions and processes while we 
intentionally engage in meaningful behavior" 
(Cherryholmes, 1988, p. 35); therefore, the 
unit of analysis is interactive and shifting be­
tween the individual and the organization. 
The mission of an institution or unit should be 
used to develop the crucial dispositions to be 
assessed in the respective programs facilitating 
this important interaction. 

The processes of selecting curriculum and 
teaching strategies should include, at the very 
least, considerations of how desirable disposi­
tions can be strengthened and how undesir­
able dispositions can be weakened (Katz, 
1993). Both the Interstate New Teacher As­
sessment and Support Consortium (1992) and 
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the Natioml1 Board for Professional Teaching 
Standards (1999) rely on ret1ection as one of 
the components that teachers need in order to 
evaluate and scrutinize their practice and im­
prove their teaching. Therefore, reflection on 
dispositions that are embedded within the cur­
riculllln and teaching strategies should demon­
strate an understanding of desired outcomes 
and facilitate the development of these dispo­
sitions. Reflection must be purposeful, cultur­
ally Ctmscious, and critical. 

The process demands what we have iden­
tified as culturally conscious critical re.~ection, 
which 

involves questioning that which is other­
wise taken for gnmted and involves look­
ing for unarticulated assumptions and see­
ing from new perspectives. With tbese 
new perspecti~es comes' the' empow~r­
ment to lInderstancl our identities and ac­

tions with the context of complex global 
issues. The new pe.rspectives assist in the 
development of glohal understandings 
and relevant and necessary applications in 
the teaching-learning process. (Huber & 
Warring. 2004, n.p.) 

Culturally conscious critical ret1ection fa­
cilitates an understanding of the process nec­
essary for teachers to understand and engage 
students so that both parties are better able to 
develop the significant elements of the de­
sired dispositions. This new understanding 
applies to social ,justice and all facets of learn­
ing inside and outside of the classroom; Exam­
ples from student COll1ments support this con­
tention. 

\Vhen we learn to act, think. and respond 
differentL y because of new realities g~li~ed 
through culturally responsive, critically con­
structive reflection, we are all more engaged 
and connected with our students as they con­
nect with liS. We work in concert for social 
justice. MewphoricaLly speaking, we become 
the authors of our own lives when we take the 
responsibility for our own beliefs, identity, re­
latiomhips, <md worLdview (Magolda. 2004). 
Whether we write a life' story of social justice 
and whether our students gain the skills, dis­

positions, and world views to wdte their own 
social justice stories may depend on whether 
we can assist them in developing and utilizing 
culturally conscious critical reflection on dis­
positions and resuiting actions. At the begin­
ning of the courses, many students were un­
aware of their own lack of support for opinions 
and their own communication styles. After 
discussion and self-reflection. understanding 
and self-monitoring occurred. As noted by the 
representative comments, a foclls on specific 
dispositions did in fact create a richer under­
standing of democmtic learning communities, 
understanding, and pOSitive change for social 
justice. II 

Appendix: A Rubric for 
Disposition Analysis-Global 
Programs 

Paulo Freire admonishes and challenges liS to 
become criti<:;ally ret1ective and conscious of 
our interactions and their contributions.to the 
liberation (Shor, 1987) or oppression of oth­
ers. Freire (1970/1986) reminds liS in Pedagogy 
of the OJ)pressed that "conscientizal{ao is the 
deepening of the attitude of awareness charac­
teristic of all emergence" and that "all authen­
tic education investigates thinking" (p. 101). 
His lifelong work challenges us to become 
fully consciolls of our situations and then 
intervene and come forward--emerge as trans­
forn1ative leaders~an emergence that is nec­
essar{ly constant, ongoing,' 'lifelong. Disposi­
'tion eval'llation 'and self-evaluation are based 
on commitment to developing knowledgeable, 
collaborative. ethical, reflective practitioners 
as transfonm1tive leaders guided by a commit­
ment to social justice, diversity, and the pro­
motion of delTIOCratic learning communities. 
Entries should include awarenesses, affirma­
tions, and, most important, actions. "The pur­
pose of evaluation is to aid in forming, 
strengthening, and sustaining democratic 
communities that are educative sites of moral 
discourses and actions" (Beyer & Pagano, 
1994, p. 383). 

http:contributions.to
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Criterion/score 
Respect 

5 points 

3 points 

1 point 

opoints 

Critical inquiry 

5 points 

J points 

1 point 

opoints 

Democratic participation 

5 points 

.3 points 

1 point 

opoints 

Sodal justice 

Are You Teaching for Democracy? 

Recognizes and respects multiple perspectives and consistently 
. displays a positive professional attitude toward peers and 

university/school faculty, assignments and activities, and chil­
dren and adolescents and their families in verbal and nonver­
bal communication 

Communicates with a respectful, problem-solving attitude, asking 
for clarification and checking understanding of the other posi­
ti~n before stating and providing justification for an alternative 
position. Actively resists oppressive practices and institutions, 
including priVilege at the expense of others. Seeks, imple­
ments, and appreciates multiple perspectives 

When communicating disagreement/disapproval of others' state­
ments, states an alternative position, and provides justification 
for that position. Shows awareness of individual and institu­
tional oppression of others. Implements and appreciates multi­
ple perspectives 

Communicates disagreement/disapproval of others and/or their 
statements without considering institutional oppressions and/ 
or multiple perspectives 

Communicates disagreement/disapproval of others and/or their 
statements rudely and/or disrespectfully and/or relies on a posi­
tion of privilege (e.g., race, gender, class, education) to do so 

Justifies and supports statements through knowledgeable! reflec­
tive inquiry 

Synthesizes professional knowledge bases, established theories, re­
search literature, site/clinical/field-based observations. and/or 
course/program content to support interpretations and conclu­
sions rather than stating opinions/judgments 

Bases opinions and/or judgments on professional knowledge bases, 
established theories, research literature, site/clinical/field-based 
observations, and specific course/program content 

Provides limited justification or support, relying on personal opin­
ions and/or judgments 

States personal opinion or makes judgments without justification 
or support 

Participates in activities and discussions as a democratic, transfor­
mative leader 

Arrives on time to class, attentive, engaged, and prepared, and 
consistently contributes in ways that support group members 
and extend the group's work as a transformative leader 

Arrives on time to class, attentive and prepared, often makes ver­
bal and/or nonverbal contributions related to activity/discussion 

Seldom makes contributions related to activity/discussion or is 
not 'present for all classes/activities 

Seldom/never participates in class discussion or activities; inat­
tentive, disengaged, or unprepared 

Promotes global social justice and Iiberatory, democratic learning 
communities 
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5 points 

:3 points 

] point 

opoints 

Ethical commitment 

5 points 

3 points 

1 point 

opoints 

Employs unbiased language, actively promotes respectful human 

relations, and engages in actions promoting liberatory, demo­
cratic learning communities 

Employs unbiased language, supports tolerance of diversity, amI en­
gages in actions promoting democratic learning communities 

Employs unbiased language, or supports tolerance of diversity, or 
engages in actions promoting democratic learning communities 

Employs biased language and/or disrespects aspects of hU111an rela­
tions, race, and diversity 

Values the learning process, the information garnered in the 
process, and the transformative nature of the process 

Demonstrates an eagerness about the learning content and 
process through active engagement in critical reflection, in­
quiry, and culturally resplmsible pedagogy 

Makes statements that reflect a sense of value in the learn ing con­
tent and process and active engagement in critical reflection, 
inquiry, and culturally responsible pedagogy 

Shows neither a positive nor negative attitude toward informa­
tion presented in course work and for the learning process 

Expresses disdain for information presented for courses and/or 
learning processes 

Proficiency: Score of 3 or higher in each area 

Midterm disposition evaluation-self: 

Instructor: 

Final disposition evaluation-self: 

Instructor: 

Total 
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